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ABSTRACT

RESOURCES TO SUPPORT AND EXPAND NATIVE AMERICAN
KINDERGARTENERS SHARED READING EXPERIENCES
INTEGRATED WITH OPEN COURT UNIT 6
By
Stephanie Lynn Hull
July 2004
Relevant literature pertaining to shared reading, the benefits of shared reading,
shared reading and the diverse learner and recommendations for the Native American
learner was studied. The need for using culturally relevant material in the classroom and
creating a positive learning environment for Native American students was discussed. A
project utilizing shared reading strategies in the kindergarten classroom was created for
teacher use in the Mount Adams School District. The project included the integration of
culturally relevant stories with the objectives of Open Court Unit 6. The project also
included a list of resources available from the Harrah Elementary School library.
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CHAPTER I
BACKGROUND OF STUDY

Introduction
One of the major tasks facing Native American communities (American Indians,
Alaska Natives, and Native Hawaiians) is to create lifelong learning opportunities
that allow all the members to improve their quality oflife, and to meet their tribal
responsibilities through meaningful contributions to the local, national, and world
communities in which they live and interact. The greatest educational challenge
for many is to build learning environments that allow each of their young children
to obtain an education that "creates good people that are knowledgeable and
wise". (Demmert & Towner, 2003, p. 1)
Teachers of Native American students across the Northwest are trying to cross
cultural boundaries and help young students discover the thrill ofreading. Educators are
aware that the essential building blocks to student success are reading and language
skills. For Native American students, language and reading are too often stumbling
blocks. Figures from the National Center for Education Statistics show the reading
proficiency rates for Northwest American Indian and Alaska Native fourth graders
ranged from one-fourth to one-half as high as their Caucasian classmates (Cameron,
2004). For Native American students to become successful leaders of their community
they must be able to read. The ability to read is a crucial skill for Native American
students to change their quality of life.

In public schools across the nation classrooms include students who come from
varying backgrounds that include different beliefs, behaviors, and perspectives. The
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students who come from cultural environments that vary greatly from the cultural
environment of the public school and its curriculum have difficulty learning to read.
Because of their cultural and linguistic differences Native American students find
themselves unfamiliar with the established curriculum in the public school system. Native
American students often speak and think in their native language or a non-standard
"Indian English" more fluently than the language that is required in school. Most often,
cultural differences are not recognized in textbooks or in the interactions that take place
in the classroom (Walker, 2004).
The failure to close the gaps between the public school system and Native
American students is demonstrated by the achievement gap between Native American
students and their classmates. The repeated failure to bridge the gap between the culture
of the school and the culture of the family has hindered the Native American students'
response to instruction. Few instructional programs address the complications and the
students' needs that result from the disparity (Walker, 2004). "Reasons for this
achievement gap are many and complex, but research on Native American learners points
to one key strategy for changing the status quo: Bridge the cultural gap between Native
American students and their learning environment"(Cameron, 2004, ,r 4).
Statement of the Problem
Reyes (as cited in Charles & Costantino, 2000) notes, "Despite 25 years oflndian
education, nationwide achievement levels [oflndian children] continue to be low and
dropout rates continue to be high" (p. 1). The problem is not only at the national level, in
Washington State American Indian elementary and secondary school students, as a
group, have a low level of academic success.
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The Mount Adams School District, in which the author teaches, is located on the
Yakama Nation Reservation and has an enrollment of 61.3 % American Indian or
Alaskan Native students, 26.5 % Hispanic and 11.7% White. According to the Office of
the Superintendent of Public Instruction (OSPI, 2003), 80.5 % of the students are enrolled
in the free or reduced-price lunch program. The OSPI report card indicated that when
compared to schools with similar profiles, based on percent of American Indian or
Alaskan Native students, the school ranked 9 out of 10 with 31. 9% meeting the
Washington Assessment of Student Leaming (WASL) reading standards. In the year
2002-2003, 23.6 % of American Indian students met the reading WASL standard.
Although many American Indians are fluent speakers of what is considered to be
Standard English, two-thirds of American Indian youth learn to speak Indian English as
their first language. This term refers to the broad category of English dialects used by
American Indians that do not conform in certain ways to Standard English. Indian
English and Standard English differ in grammar, phonology, semantics, and rules of
discourse. Despite the difference, the varieties oflndian English are well-ordered and
highly structured languages that reflect the required linguistic competencies that must
underlie all languages (Charles & Constantino, 2000).
Research suggests that Native American students tend to be at a higher risk of
developing reading difficulties. Snow, Bums and Griffin (as cited in Charles &
Constantino, 2000) listed the following categories that would place children at a higher
risk:
1.)

Individual risk factors, such as having a primary medical diagnosis with
which reading problems tend to occur as a secondary symptom ( e.g.,
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hearing impairment, specific early language impairment, and severe
cognitive deficiencies), lack of age-appropriate literacy skills, and lack of
age appropriate skills in literacy-related cognitive-linguistic processing
(e.g., phonological awareness, story recall, and general language ability).
2.)

Family risk factors, including being a member of an ethnic minority
family, a family with low socioeconomic status, a family with a history of
reading difficulties, or a family in which a language other than English or
a nonstandard dialect of English is spoken in the home.

3.)

Group risk factors, such as having limited English language proficiency,
residing in a poor neighborhood, or speaking a dialect of English that
substantially differs from the one used in school. (p. 45)
Due to these risk factors, the challenge that faces teachers is to provide

Native American students with experiences within a culturally relevant and
appropriate learning environment. Reylmers (as cited in Charles & Constantino,
2000) urges teachers not to use basal readers and textbooks designed for teaching
suburban, middle-class white children. He instead proposed reading books that are
culturally relevant and appropriate for American Indian students.
Statement ofPurpose

The purpose of this project is to address the educational needs of the
Native American learner by integrating shared reading strategies into the required
Open Court Kindergarten reading lessons. The project will also expand the theme
for Unit 6 "Red, White and Blue" by adding additional resources, including
culturally relevant resources. This unit will be expanded due to the lack of age-
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appropriate resources on the topic of Patriotism found at the author's school. The
theme of Red, White and Blue (patriotism) is an abstract concept that students in
the author's district did not find a connection with the theme. The students in the
Mount Adams school district participate in many culturally relevant events
outside of the school day. By including culturally relevant material with the Unit
6 theme of Red, White and Blue the author is giving the students an opportunity
to make a connection to the material.
The purpose of the project is to provide culturally relevant resources to
support the teaching of this unit. The project is not intended to be a lesson by
lesson guide, the author has provided examples of how to integrate culturally
relevant material into district mandated curriculum. Teachers are to use their
discretion and include material as they see fit for their students.
Significance of the Project
The Indian Nations at Risk Task Force (as cited in Charles & Costantino,
2000) suggests that reading and language arts teachers should:
•

Recognize the cultural heritage of American Indian students as an
asset.

•

Create warm, accepting environments to encourage risk-taking in
learning and skills.

•

Provide contextual clues.

•

Adapt content and concept to American Indian students' current skill
levels.

•

Incorporate frequent comprehension checks. (p. 46)
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The design of this project will enable teachers to integrate the above mentioned
strategies into the required reading program. By utilizing shared reading strategies
teachers can integrate the strategies that are suggested to help the Native American
learner. The addition of culturally relevant resources will enable the students to see their
heritage as an asset. The culturally relevant resources will include stories from different
northwest tribes.

Limitations of the Study
The project was designed for one Open Court unit to be taught during the
Kindergarten year, with an emphasis on shared reading strategies using culturally
relevant material. The remainder of the Open Court Kindergarten units are not discussed
in the project.
Teaching reading using the Open Court reading curriculum is a requirement of the
Mount Adams School District. Because the themes of the units are mandated by the
district, the ability to include themes that teachers feel are relevant to their students is
limited as well.
Although the information presented in the project is applicable to Native
American/American Indian students, these students should not be considered a
homogenous group. Although there can be many social and cultural similarities between
tribes, each tribal community possesses a unique culture and history.
Another limitation to the project is the lack of research on the Native American
learner. Especially in specific instructional strategies that would help the Native
American learner in acquiring reading skills.
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Definition a/Terms
America Indian
A member of any of the peoples indigenous to the Americas except the Eskimos, Aleuts,
and Inuits (The American Heritage Dictionary of the English Language, 2000).

Indian English
A broad category of English dialects used by American Indians that does not conform in
certain ways to what is commonly considered to be standard English. The varieties of
Indian English differ from Standard English in aspects of grammar, phonology,
semantics, and rules of discourse (Charles & Costantino, 2000, p. 21).

Native American
A member of any of the indigenous peoples of the Western Hemisphere (The American
Heritage Dictionary of the English Language, 2000).

Read Aloud
Teachers (or students) fluently read aloud excellent fictions and nonfiction to the class;
hearing the material allows students to listen to ideas and vocabulary they may not yet be
ready to read on their own and introduces them to new authors and genres; when it also
involves discussion, it is called interactive reading aloud (Routman, 2003, p. A-15).

Shared Reading
" an early childhood instructional strategy in which the teacher involves a group of young
children in the reading of a particular big book in order to help them learn aspects of
beginning literacy , as print conventions and the concept of word, and develop reading
strategies, as in decoding or the use of prediction" (Harris & Hodges, 1995, p. 233).
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Standard English
The variety of English that is generally acknowledged as the model for the speech and
writing of educated speakers (The American Heritage Dictionary of the English
Language, 2000).

Overview of the Remainder of the Project
Chapter Two is a review of the relevant literature pertaining to shared reading,
shared reading strategies, benefits of shared reading, and the Native American learner.
Chapter Three describes the procedures undertaken to develop this project. Chapter Four
is the project itself: an overview of research supporting the use of shared reading and the
use of culturally relevant materials with Native American students, suggestions on how to
incorporate shared reading into a kindergarten classroom and additional culturally
relevant materials to use with Open Court Unit 6. Chapter Five consists of a summary,
conclusions, and recommendations by the author.

8

CHAPTER II
REVIEW OF THE LITERATURE

Introduction
Educators are faced with many challenges. Teaching reading is one of those
challenges. ''Because reading is at the heart of every child's learning, it has been a
principal educational focus for more than a century" (Johnson, 1999).
The No Child Left Behind legislation "has led to an unprecedented level of
control by the federal government over the American public school system" (Altwerger,
Arya, and Jin, 2004, p.119). The result of this legislation has been "an official, singular
and narrow view of the reading process and all aspects of reading education" as well as,
an attempt to define "the 'best' instructional approaches for early reading" (Altwerger et
al., 2004, p. 119). The U.S. Congress, politicians, policy makers, and many school
districts are using research completed by the National Reading Panel (NRP) to drive
reading instruction in the United States (Routman, 2003). This report has spawned the
federal government's Reading First initiative. Many professionals in the field of reading
believe: "Reading First derives from an incomplete and flawed research base, the
National Reading Panel Report, and from government documents and regulations that
substantially misrepresent the Report's findings" (Yatvin, Weaver & Garan, 2003).
The result of the misrepresentation has caused many low performing school
districts to require their teachers to use scripted reading programs. The NRP (as cited in
Altwerger et al., 2004) found that explicit and systematic phonics instruction had an
advantage over nonsystematic or no phonic instruction for "at-risk" kindergartners and
first graders for particular reading-related tasks. The programs are usually a "one size fits
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all" curriculum. Schools are beginning to mandate commercial programs such as
McGraw-Hill's SRA Reading Mastery and Open Court, which utilize systematic, explicit
teaching of phonics and skills as the dominant approach to early reading instruction
(Altwerger et al., 2004).
A major concern with basal reading programs is that the programs use reading
materials chosen for generic American audience. There are few stories that relate to the
diversity and the cultural heritage of American Indian children. The programs presume
that the students speak and understand the sound system of Standard English (Reyhner,
2001).
Often the scripted programs leave out strategies that have proven to be beneficial
to children. "Shared reading is an important missing piece in many reading programs,
especially in grade two and above" (Routman, 2003, p. 130). Teachers are no longer able
to use the practices and instructional strategies that they feel to be the most beneficial to
their students.
"It is through Shared Reading that the reading process and reading strategies are
demonstrated" (New Zealand Ministry ofEducation, 1998, ,r 1). When teachers focus
more attention and devote more time to shared reading, guided reading becomes more
meaningful and efficient, small reading groups do not require as much work, and most
importantly teaching reading becomes much more enjoyable (Routman, 2003). The
remainder of the chapter will discuss what research says about shared reading and about
the Native American learner.
For the purpose of this paper when the term "shared reading" is included, it will
be defined using Routman's (2003) definition. Research will include practices that
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resemble Routman's description of shared reading, although the author may not use the
term shared reading. The terms Native American and American Indian will be used
interchangeably.
Shared Reading
Students who are participating in a shared reading join with their peers to read a
text collectively with the teacher modeling and giving encouragement. There is no fear of
failure due to the relaxed setting and maximum support that are provided (Routman,
2003).
Shared reading involves time set aside for reading and rereading favorite rhymes,
songs, poems, chants, and stories. This activity demonstrates to children that reading is a
pleasurable and meaningful experience. Students are able to join in shared reading as they
become familiar with the text, or in some cases, listen and follow along as the rest of the
class reads (Kimbell-Lopez, 2003).
During shared reading, a learner, or a group of learners, sees the text being read
fluently and with expression by an expert, usually the teacher. The expert invites the
learner to read along. Shared reading can demonstrate what good readers do. The teacher
provides scaffolding to ensure student success and makes reading visible and explicit for
students. Shared reading can develop a bond between teachers and students. Students
become partners in an enjoyable process and see themselves as capable readers
(Routman, 2003).
The practice of shared reading can be done with a small group, large group, or
with the whole class. Shared reading can utilize a variety of texts including articles,
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poems, stories, as well as, be used with any age or ability-level and can be incorporated
into any curriculum area (The Ministry of Education, 1998).
Oversized books, called Big Books, are often used to present literature during
shared reading with younger children. If students have not been read to often at home,
using Big Books allows them to experience an interesting, non-threatening introduction
to reading. The oversized books work well with shared reading, because all of the
students can share in a more personal way than when using a smaller version held by the
teacher. Big Books can present predictable stories in patterns that students are able to
memorize after only two or three readings. After a student participates in a shared reading
experience they can then read the book to themselves or to each other (Peregoy & Boyle,
2001).
The New Zealand Ministry ofEducation (1998) suggests the following procedure
when using the shared reading approach:
Determine the needs of your students and select a text that best meets their
needs.
Ensure that all students are able to see the text either by transparencies, a Big
Book or a copy of the text for each student.
Discuss with students the topic to determine prior knowledge. State the
purpose for reading the text.
Have the students make predictions about the text from the cover, title and
illustrations.
The teacher then reads the text the first time with as few steps as possible.
Students should be prompted to participate where appropriate.
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Encourage students to discuss the text and the language features of the text.
Identify and discuss the conventions of various text forms, discuss meanings
in texts and have students relate them to their own experiences, modeling the
use of retrieving information from text.
Routman (1994) suggests that shared reading begins with selecting an engaging
Big Book, a chart poem., an overhead transparency of the text to be shared, or a copy of
the selection available for each student to hold or see. Students join in on an invitational
basis. Most often the selection is read first by the teacher, students may attempt to
participate or will follow the text with their eyes. The teacher then rereads the selection.
The teacher points to each word when read, especially in kindergarten and grade one, to
promote one-to-one matching and letter-sound links. The introduction of the book is done
to invite predictions and to excite the imagination. The teacher should point to the title
and author, front and back covers, book jacket, and table of contents before reading,
making sure to ask the students to predict what the book will be about. All responses are
valued. This time is used for encouraging oral language and for having children listen to
one another. It is important to offer enough wait time for children to form their responses.
Guided questioning continues throughout the story to maintain student attention,
involvement, and participation.
Routman (1994) continues to offer several other ideas on ways to incorporate
shared reading. She suggests using student reading, paired reading and a tape recorder.
Shared reading can be done with a student reading. A student may practice a selection
until they are able to read it smoothly and with expression. Copies of the selection are
distributed and the rest of the class follows along visually and join in. Shared reading can
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also be completed as paired reading. One person reads the other follows along. This can
be done with older students matched with younger students, more competent readers with
less competent readers and adults with children. This is an opportunity to give all
students access to literature. A tape recorder can be used to accompany favorite picture
books. The recordings can be commercially made or made by teachers and volunteers. By
listening to the pre-recorded selections, students may be prepared to read the selection
orally the following day in class. The recordings may also be used for students to listen
and re-listen to literature favorites.
Support for Shared Reading

In a position statement from the International Reading Association (1998)
phonemic awareness has been stated to predict reading success. There have been studies
that combine and contrast purely oral language approaches to the nurturing of phonemic
awareness abilities, with approaches that include interaction with print during training.
The studies suggest that programs that encourage high levels of student engagement and
interaction with print (for example, through read-alouds, shared reading, and invented
spelling) offer as much growth in phonemic awareness abilities as programs that offer
only a focus on oral language teaching. There is also a suggestion that the greatest impact
on phonemic awareness is achieved when there is both interaction with print and explicit
attention to phonemic awareness abilities. The best vehicle for growth is combination of
interaction with print and explicit attention to sound structure in spoken words.
Burgess (2002) wanted to extend work completed earlier on the relationship
between preschool home literacy environment and educational outcomes relating to early
literacy acquisition. The study examined the relations between shared reading and oral
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language and phonological sensitivity. Burgess completed a study of 115 four and five
year olds. The participants were predominately middle-class and included approximately
an equal number of boys and girls. The participants were given four tasks to assess
different aspects of their phonological sensitivity; the home literacy environment was
also assessed through parental responses to a written questionnaire.
Burgess (2002) found that shared reading is related to language outcomes in
preschool-aged children and that the degree of the relationship will vary depending on the
way in which shared reading is measured and the language outcome assessed. The
variables of shared reading were significantly related to the oral language composite,
expressive and receptive vocabulary, and phonological sensitivity. Burgess found this to
be important because it demonstrates that shared reading is associated with a variety of
language outcomes, not just with environmental print and letter knowledge. Furthermore
Burgess stated this to be one of the first studies to demonstrate a relationship between
phonological sensitivity and shared reading.
The preceding study included home literacy experiences, with which many
students do not enter school. Kucer (2001) states, "However, it only seems sensible to
also provide that which we lament the children lack-experiences with being read to" (p.
247).
To compensate for the lack of experiences students enter school with teachers
often help students catch up by using phonics and skill worksheets. The more appropriate
response for these children is to provide them with what they missed, shared book
reading, through the use of predictable big books (Kucer, 2001).
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Morris, Bloodgood, Lomax and Perney (2003) completed a longitudinal study in
kindergarten and first grade to determine if phoneme awareness develops in phases and if
concept of word in text (ability to finger-point read) interacts with phoneme awareness in
the development of early reading skill. The researchers defined concept of word in text as
the beginning reader's ability to match spoken words to printed words in reading a
sentence.
The study completed by Mooris, et al. included 102 kindergarten students who
attended four schools in a rural, mountain count in western North Carolina, the students
were 98% Caucasian which represents the ethnic make up of the area. Two of the schools
served a lower middle socioeconomic status, the other two schools served a slightly more
heterogeneous population. The students were assessed individually at five different points
during kindergarten (September February, and May) and first grade (October and May)
on alphabet knowledge, beginning consonant awareness, concept of word in text, spelling
with beginning and ending consonants, phoneme segmentation, word recognition, and
contextual reading.
The study results determined that concept of word in text (finger-point reading)
followed beginning consonant awareness and preceded full phonemic segmentation of a
syllable. This led Mooris, et al. to suggest that "concept of word in text may play a
linchpin role in reading development, helping to bridge an early form of phoneme
awareness (beginning consonant) with latter form (segmentation)" (p.320). Findings in
the study determined the following developmental sequence of early reading acquisition:
Kindergarten-I.) alphabet knowledge, 2.) beginning consonant awareness, 3.) concept
of word in text, 4.) spelling with beginning and ending consonants, 5.) phoneme
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segmentation; First Grade---6.) word recognition, 7.) contextual reading ability (p.321).
Morris, et al. determined that children will progress through the developmental sequence
at different rates.
In the conclusion of the study Morris et al. (2003) gave the following instructional
implications for literacy instruction, noting that from longitudinal data of this kind, only
tentative implications can be made. Nonetheless, kindergarten teachers could use the
developmental model to guide student learning. Systematic teaching of the alphabet and
beginning consonant sounds is called for because these are the foundation for early
reading and writing attempts. They also found that "the kindergarten teacher can guide
children in finger-point reading simple and engaging text" (p.321 ). When students
observe the teacher, and practice finger-pointing reading they will eventually develop a
concept of word in text. Shared reading is a strategy that utilizes the teacher modeling
finger-point reading to the children and allows children to practice finger-point reading
when they hold the shared text in their hand.
With claims of scientifically based reading research underlying the No Child Left
Behind legislation, as well as the commercial programs, Altwerger et al. (2004)
completed a study to determine whether systematic, explicit phonics instruction
significantly improves children's reading in terms of their use of graphophonic
knowledge, their meaning construction and their story comprehension. The study
included the impact of three contrasting programs, Open Court, Direct Instruction
(scripted program--Reading Mastery), and a literature-based "Guided Reading" program.
Altwerger et al. found that the direct instruction school used a scripted program
and homogeneously grouped students based on program assessments. In a Reading
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Mastery classroom, the teacher signals children to respond to questions based on a break
down of tasks. The phonics instruction is explicit and systematic, and draws on the
synthetic phonics approach. The Open Court program for reading instruction in K-2
teaches skills like the alphabetic principle, development of print and book awareness,
phonemic awareness, sound-letter association, sound-spelling association, and fluency.
The Open Court manual (as cited in Altwerger et al., 2004) states the following,
''Decoding skills are developed and combined with Pre-decodable and Decodable books
and authentic literary experience." The decoding skills are taught systematically and
explicitly. In the group identified as "Guided Reading", children are grouped into
homogeneous groupings determined by Running Record scores. Teachers utilize shared
reading, read-aloud, guided reading, as well as, independent reading and writing,
literature discussions, and strategy discussions to help children construct meaning while
integrating language cueing systems to include syntactic, semantic, and graphophonic.
Skills and phonics are taught primarily in a meaningful context.
The findings in the study conducted by Altwerger et al. (2004) were contrary to
the report findings by the National Reading Panel (2000). The study indicated that
systematic explicit phonics instruction does not significantly improve children's reading
in terms of their use of graphophonic knowledge, meaning construction, and
comprehension. Rather, the study results indicate that such instruction not only fails to
improve meaning construction, but it takes children's focus away from constructing
meaning. Guided Reading students were better able to go beyond the literal level
compared to the Open Court and Direct Instruction students.
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ESL Students
A study completed by Koskinen, Blum, Bisson, Phillips, Creamer and Baker (as
cited in Koskinen, Blum, Bisson, Phillips, Creamer & Baker, 1999) looked at the
classroom environments that fostered young ESL and native English speaking children's
growth. A group of classroom teachers from different schools were randomly assigned to
one of four treatment groups. Three of the groups included small-group shared reading in
a book rich environment, one of which also included daily rereading of the books at
home; the other also included rereading with audio-tape at home. The fourth group was
an unmodified reading instruction program at school. During the seven months of the
study, students were involved in language arts activities, which included reading aloud,
shared reading, shared and interactive writing, focus lessons, and guided reading. The
participants in the study included 162 beginning readers, of which 105 were ESL and 57
were NES students. The data were analyzed using quantitative and qualitative
procedures. Results indicated that book-rich classrooms enhance comprehension and
motivation for NES and ESL students, whether or not they included a home component.
Home-based reading with and without audio support increased many students' reading
interest. Home based-reading also promoted parental involvement in literacy activities.
There were benefits for students who had access to an audio model, especially for second
language learners.
Koskinen's et al. (1999), findings suggest that teachers in book-rich classrooms
fostered children's reading expertise by offering an environment that enhanced
comprehension and motivation to read and practice. The classroom accomplished this by
doing the following: increase access to books and familiarity with books, give
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opportunities for choice of books, use the teacher as a reading model, and increase social
interactions related to books. To ensure students could feel success, scaffolding was
provided through shared reading and reading with other students, parents, or audio-tapes.
Koskinen et al. (1999) suggests that with the rapidly increasing number of
second-language learners in elementary classrooms and the difficulty these students are
experiencing in learning to read, programs need to focus on enhancing motivation as well
as achievement. The programs must be appropriate for both second language-learners and
native English-speaking students working together in the same classroom. Children in
book rich classrooms (which included the use shared reading) demonstrated the benefits
of increasing book access and providing opportunities for rereading.
Native American Learners
Structure is a key issue in any reading approach. It is important that teachers have
some structure, but not so much structure that it would limit their ability to adapt to the
special needs of American Indian and Alaska Native students. Using a balanced approach
can allow a teacher to use a specific basal or other reading program thoughtfully and
supplement it with activities and reading materials related to the background, needs and
interest of their students. It would be ideal for basal readers to feature elements of the
Indian students' culture and experiences. But this would be very complicated due to the
presence ofhundreds of tribes in the United States (Reyner, 2001).
Wang, Bernas, and Eberhard (2002) completed a study to help early childhood
educators understand the cultural context in early language and literacy development. The
study suggested that early childhood educators must understand early literacy in different
cultural context in order to maximize the learning potential of every child. The study
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included Chinese and American Indian families, and considered how they support their
young children's emergent literacy development in everyday interactions.
The study suggested that although the American Indian mothers did not engage
their children in literacy-activities as frequently and intensively as the Chinese mothers,
they did encourage narratives that were life-related rather than print related. The
American Indian mothers did not impose on their children, they let their children play the
major role in their own development. They focused on the implicit and the contextual
aspects of learning. The Chinese mothers were eager to engage their children in literacy
related interactions. They constantly engaged their children in print, spent a longer time
interacting with literacy-related activities and supported their young children to achieve
literacy competency through explicit and elaborate ways.
Due to the differences between how the mothers included literacy in their
children's lives, researchers Wang, Bernas and Eberhard (2002) made the following
suggestions. Teachers need to find out how literacy is practiced at home and in the
community. This will allow teachers to better design literacy activities that are responsive
to children with different life and cultural experiences. Teachers need to observe students
and provide a variety ofliteracy activities while being sensitive to different learning
styles. Because of culture, some children may expect teachers to question them during
literacy activities while others may be more responsive to the oral form of narratives and
personal stories. Teachers need to employ a variety of methods to support their students'
language and literacy development.
Rehyner (as cited in Charles, Costantino, 2000) states that is critical for "teachers
not to use basal readers and textbooks designed for teaching suburban, middle-class white
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children" (p. 45). Instead, he suggests that books should be culturally relevant and
appropriate for American Indian students. It is important to use books with which
students can make a connection.
Reyhner (1986) studied the extent to which basal programs include Native
American characters, how Native American characters are portrayed and how much
realism is in the published stories. The research examined first, third, and fifth grade
readers in eight basal reading series published since 1978. Four of the most adopted and
four of the least adopted series were selected from a list of basal reader, state-wide
adoptions in states with over five million residents. The study looked at six categories of
story content that were termed "realism". A random sample was taken of one quarter of
the stories at the selected grade levels equaling 203 stories. Native American characters
were non-mythological and set in both the present or in the recent past. Pueblo and
Navajo Indians, appeared in a third of the stories while the Atlantic and Pacific coast
tribes appeared in no stories.
Reyhner's (1986) research found that the lack ofNative Americans in first grade
stories was the greatest weakness with the Native American content of the basal series.
This can be especially crucial during early schooling. These are the years the students
receive the basics that they need for later achievement and form their attitudes towards
school. The fifth grade readers included the greatest strengths, which were the realistic
and well written contemporary stories. Although these stories may meet the needs of
Indian students who are reluctant readers, having only two or three stories at any grade
level in any series is too few.
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Teachers of Indian students, whether on or off the reservation, need to incorporate
Native American reading materials, especially material from the student's particular
tribal background, to supplement the basal reading textbooks. This is an opportunity to
take advantage of the interests ofNative American students in stories about their own, as
well as, other tribal cultures. Although more materials need to be developed, there is
material available. The Indian Reading Series (developed by the Northwest Regional
Educational Laboratory) includes stories from tribes all over the Northwest, with about
20 stories per grade for grades one through six (Reyhner, 1986).

It is suggested by the Indian Nations at Risk Task Force (as cited in Charles,
Costantino, 2000) that reading and language arts teachers should take steps to ensure that
their classroom are warm and accepting and foster risk-taking while learning. It is very
important to recognize and use the cultural heritage of American Indian students as an
asset. Curriculum should be adapted to the students' current skill level. And
comprehension checks should be completed frequently.
In response to the low scores among the Native American students who took the
first two administrations of the W ASL in 1997 and 1998, the Office of Superintendent of
Public Instruction and the Office oflndian Education created a resource for teachers of
information on current research and suggestions of the most appropriate methods for
meeting the needs of Native American students. It was suggested that teachers providing
reading instruction to Native American students must pay special attention to using
culturally appropriate and relevant instructional materials, as well as incorporating a
curriculum that utilizes the background knowledge and experiences that students bring
with them to school.
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Benefits of Shared Reading
There are many benefits to students who participate in shared readings. Rich,
authentic, interesting literature can be used that would otherwise be too advanced for
beginning readers. Each reading of a selection allows the teacher to model reading and
the students to participate in reading. There are opportunities for concept and language
expansion during shared readings that would not be possible if instruction relied only on
text that could be read independently by students. As children interact with the same
selection during repeated reading, awareness of the functions of print, familiarity with
language patterns, and word-recognition skills grow (Houghton Miffiin, 1997).
Shared reading also allows the individual needs of students to be met more
adequately. Advanced readers are challenged by more difficult text, and because ofrereading and the support of the teacher students who are not as advanced experience
success (Houghton Miffiin, 1997).
Routman's (2003) research also supports the advantages to shared reading. Shared
reading goes beyond listening to reading aloud or following a text visually. It is a way to
encourage all voices to be heard. Shared reading offers the ability to move at a brisk pace
to help students stay engaged and focused. It can provide many teaching opportunities in
a short amount of time, and can be used to teach and learn effectively across the
curriculum. Shared reading can be a good prelude to small group literature conversation
and raises expectations for what is possible for students to do. Finally, Routman feels that
shared reading builds confidence and competence in struggling readers.
Parkes (2000) stated that shared reading is an ideal way to demonstrate how the
three language-based sources of information, semantic, syntax, and graphophonics, work.
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It also engages children in the use of the three language systems. Semantics is the
meaning system of language. Readers use semantic knowledge to help figure out new
information in text and to mentally organize it into memory. Because meaning does not
exist in individual words, specific words only have meaning when embedded in language.
A major benefit of shared reading is that it gives the reader a complete text to work with.
Allowing the reader to draw on surrounding text to cross check information from various
sources and to monitor what is being read makes sense. Syntactic information is gained
from knowing the grammar of language. Readers use the knowledge of grammar to
predict what words are likely to appear next. Syntactic information is modeled implicitly
each time the group is engaged in shared reading. Graphophonic information is the
relationship of oral language and its graphic symbols. When learning to read, the ability
to use the graphophonic system is very important. Shared reading allows teachers to share
songs, poems, raps, and charts and engage children in the sounds of language and to build
a strong foundation for phonemic awareness. By using shared reading of texts daily, the
teacher implicitly draws attention to print by pointing, masking, and discussing.
Parkes (2000) states that shared reading can be used to reinforce and build on the
oral language that each child has, as it supports continued development in a number of
ways. The large pictures and photos provide the context for meaning making and are also
great discussion starters. Through discussions and with support, the students begin to
make the connections between their prior knowledge and experiences and the ones
represented in the text. With the teacher as the facilitator, the discussion of the text
provides language models of vocabulary and syntax, while the content of the text support
meaning and concept development. ''Each time children revisit a shared resource as an
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interactive experience to think, talk, and read, they use these multiple ways of
communicating to take part in a conversation through a text (p.62)."

Conclusion
The research has shown that shared reading has many benefits to children. Shared
reading can be a means of using rich, authentic, and interesting literature even in the
earliest phases of a reading program. This allows children, who do not have the wordidentification skills, to enjoy quality literature. Each reading and rereading allows the
children to see the teacher model reading. Shared reading allows opportunities for
concept and language expansion that would not be possible if instruction relied only on
selections that students could read independently. Individual needs of students can be met
more adequately by using shared readings. Students who are reading above the level of
their peers are challenged by the interesting natural language of selections, and because
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of supports offered by the teacher, less advanced readers experience success (Houghton
Mifflin, 1997).
There are others who think that systematic phonics instruction teaches children to
read more effectively than embedded phonics instruction. This position views shared
reading as part of a "whole language" or "word" approach. This type of instruction is
seen as a non-systematic approach. Any learning of the alphabetic code is seen as
incidental. It is also felt that discussing words and letters in texts that are being read is
unsystematic (Ehri, Nunes & Stahl, 2001).
There is much evidence in support of using shared reading as a part of a wellbalanced reading program. By reading to and with children and encouraging reading by
them, Parkes (2000) listed the following skills children gain: book and print conventions,
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punctuation, phonemes, letter and letter sound relationships, words, syntax, semantics,
how readers read, and the joy and enlightenment that come from reading.
It is important for teachers who are providing reading instruction for Native
American students to create a classroom that is warm and accepting, where risk-taking is
encouraged and fostered, curriculum is adapted to the students' current skill level and
comprehension checks are completed frequently. Shared reading offers an opportunity for
risk-taking in a warm and accepting environment. Curriculum can be adapted to the
students' skill and comprehension checks are completed frequently, when students are
engaged in a shared reading. When choosing material to use with Native American
students it is important to include culturally appropriate and relevant instructional
materials, as well as to incorporate a curriculum that utilizes the background knowledge
and experience that the students bring with them.
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CHAPTERID
DESIGN OF PROJECT

Elements of the Project
There are three major parts that are included in the resource guide. The sections
consists of(a) an overview of research supporting shared reading strategies and the use of
culturally relevant material with Native American students, (b) shared reading strategies
and how to incorporate them into the kindergarten classroom, (c) culturally relevant
resources to use with Open Court Unit 6.

Overview of Shared Reading Strategy research.
The overview of research will introduce kindergarten teachers to shared reading
strategies. It will include the definition of shared reading and the benefits of shared
reading and research that supports the use of culturally relevant materials with Native
American students.

Incorporation of Shared Reading Strategies in the Classroom.
Ideas are offered to help classroom teachers incorporate shared reading into their
classroom daily. Suggestions are offered without a specific lesson plan allowing the
classroom teacher to use the strategy that will meet the needs of the students. The project
will offer shared reading strategies that can be used throughout the year.

Additional Resources.
A list of additional resources will be included for kindergarten teachers to use
with Open Court Unit 6 Red, White and Blue. The resource list will include books that
will give teachers information on the Yakama Nation and other Native American groups
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available in the school library. In addition there will be books included that are available
as a download. These books will be used when the author teaches Open Court Unit 6.
The following criteria was used when writing the kindergarten resource project:
1. Strategies discussed must be appropriate for the kindergarten classroom.
2. The information presented was written as a guide to be implemented at the
discretion of the teacher. It was not written as a lesson by lesson format.
3. The shared reading strategies can be used anytime during the day and may be
incorporated with the required reading curriculum.
4. Resources chosen must be grade appropriate materials that are culturally relevant
resources to support the Native American students.
It is the hope of the author that the strategies presented in the resource project
may be implemented during the entire school year not only during Unit 6. A desired
outcome of the project is also the inclusion of culturally relevant material to be used
throughout the course of the year not only during one thematic unit.
In order to create the project, the current research and literature on shared reading
and the Native American learner was reviewed. A search was completed on the Internet
and articles relevant to the topic were printed. A search was done in the school library to
see what resources were available to the educators and students in the school. The project
was discussed with colleagues and Native American educators to determine where to find
culturally relevant materials. After several discussions, it was determined by the author to
use only legends that were published, so as not to offend the oral tradition of passing
down stories and legends. After the gathering of the above-mentioned information, the
project was developed.
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Shared
<f(eading
Strategies
Children learn to read by:
seeing and hearing others read.
listening to others read to them.
reading with others.
reading by themselves and to others.
<Mooney, 1990)
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CHAPTERIV
THE PROJECT

Introduction
Research outlined in Chapter II Review of the Literature has demonstrated that
students can benefit from reading instruction that includes shared reading activities. "It is
through Shared Reading that the reading process and reading strategies are demonstrated"
(New Zealand Ministry ofEducation, 1998). When teachers focus more attention and
devote more time to shared reading, guided reading becomes more meaningful and
efficient, small reading groups do not require as much work, and most importantly
teaching reading becomes much more enjoyable (Routman, 2003).
Students who are participating in a shared reading join peers to read a text
collectively with the teacher modeling and giving encouragement. There is no fear of
failure due to the relaxed setting and maximum support that is provided (Routman, 2003).
Shared reading strategies allow teachers to model the reading process and reading
strategies to children of all reading abilities. Children are engaged in learning to read
while enjoying stories with their peers in a non-threatening environment.

Definitions
Shared Reading. Routman (2003) defines shared reading as the following:
Students and teacher read a text together, the teacher taking the lead and the
students following along and actively participating; in the early grades, mostly
involves lots of repeated reading of poems, stories, enlarged texts; with younger
and older student, shared reading may also involve introduction to and
demonstration of new genres and strategies. (p. A-16)
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Read Alouds. The main focus of shared reading is that students are actively
participating. Routman (2003) defines reading aloud as:
Teachers (or students) fluently read aloud excellent fictions and nonfiction to the
class; hearing the material allows students to listen to ideas and vocabulary they
may not yet be ready to read on their own and introduces them to new authors and
genres; when it also involves discussion, it is called interactive reading aloud. (p.
A-15)
During a read aloud, students listen to stories they may not be ready to read on their own,
but it does not expect them to participate in the reading. For the purpose of this paper
when the term "shared reading" is included it will be defined using Routman's (2003)
definition.
During shared reading a learner, or a group ofleamers, sees the text being read
fluently and with expression by an expert, usually the teacher. The expert invites the
learner to read along. Shared reading can demonstrate what good readers do. The teacher
provides scaffolding to ensure student success and makes reading visible and explicit for
students. Shared reading is also a great way to develop a bond between teachers and
students. Students are partners in an enjoyable process and see themselves as capable
reader. (Routman, 2003)
Shared reading can be done with a small group, large group, or with the whole
class. According to the New Zealand Ministry of Education shared reading also can
utilize a variety of texts including articles, poems, stories, as well as, used with any age or
ability-level and can be incorporated into any curriculum area. (New Zealand Ministry of
Education, 1998)
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The Native American Learner

Rehyner (as cited in Charles, Costantino, 2000) states that is critical for "teachers
not to use basal readers and textbooks designed for teaching suburban, middle-class white
children" (p. 45). Instead he suggests that books should be culturally relevant and
appropriate for American Indian students. It is important to use books with which
students can make a connection.
Teachers ofindian students, whether on or off the reservation, need to incorporate
Native American reading materials, especially material from the students' particular
tribal background to supplement the basal reading textbooks. This is an opportunity to
take advantage of the interests ofNative American students in stories about their own, as
well as, other tribal cultures. Although more materials need to be developed, there is
material available. The Indian Reading Series (developed by the Northwest Regional
Educational Laboratory, Portland, Oregon) includes stories from tribes all over the
Northwest, and contain about twenty stories per grade for grades one through six
(Reyhner, 1986).

In response to the low scores among the Native American students who took the
first two administrations of the W ASL in 1997 and 1998, the Office of Superintendent of
Public Instruction and the Office of Indian Education created a resource for teachers,
which shared information on current research and the suggestions of the most appropriate
methods for meeting the needs of Native American students. Among other things, it was
suggested that teachers providing reading instruction to Native American students must
pay special attention to using culturally appropriate and relevant instructional materials,
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as well as incorporating a curriculum that utilizes the background knowledge and
experiences that students bring with them to school.
It is suggested by the Indian Nations at Risk Task Force (as cited in Charles,
Costantion, 2000) that reading and language arts teachers should take steps to ensure that
their classrooms are warm and accepting and foster risk-taking while learning. It is very
important to recognize and use the cultural heritage of American Indian students as an
asset. Curriculum should be adapted to the students' current skill levels and
comprehension checks should be completed frequently.

Overview of Project
The following project was created to provide kindergarten teachers with shared
reading strategies to use in their classroom while teaching the required reading
curriculum. Culturally relevant resources are also included for teachers to use with Open
Court Unit 6. Because of the lack of age-appropriate materials on the theme of Patriotism,
the additional resources allow teachers to incorporate culturally relevant stories into this
unit, while using shared reading strategies.
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What to Read

w
w
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Big Books
Rhymes
Songs
Chants
Raps
Poems
Fiction
Non-Fiction
Articles
Traditional Tales

!W Fables
36

Materials
An important feature of shared reading is the ability of the

students to see the text. How do you ensure that the text is
visible to your students without spending all of your money on
commercially-made material? Here are suggestions to use in
your classroom.

Use teacher made charts/posters
Write text on charts or poster paper large enough for the class to
see.

Sentence strips and pocket charts
Text can be copied onto sentence strips and placed in pocket
charts allowing students to follow along as you read or sing.

Overhead Transparencies
Make overhead transparencies of trade books to share with the
entire class.

Multiple Copies of Texts
Obtain more than one copy of trade book. This can be tricky, be
sure to check school library, local library and teachers in the
building.

Listening Center
Place books shared in the classroom in the listening center.
Have a volunteer record the story on tape. Older students may
37

also record the story. Talk to teachers from older grades, they
could have students who are reading below grade level practice
reading stories over and over again. The older student could
record the story for the kindergarten classroom without feeling
the embarrassment of reading a "baby" book.

Paired Reading
Students can be paired, less competent readers with more
competent readers, older students with younger students or
adults with children. This is a great way to use a classroom
volunteer or classroom grandmother.

38

Environment
It is important to create a comfortable, cozy environment
when preparing to conduct a shared reading. Try to create the
intimacy of a home situation. Creating the right environment is the
first element essential to effective shared reading (Parkes, 2000)
Here are some suggestions to help create a secure environment for
shared reading.
. Make shared reading a "magical" time by dimming the lights
and using a lamp.
Create reading area where there is carpet or bring in a mg.
Use a chair that is low enough to create a togetherness between
the teacher and the students.
. Make sure there is a place to display a big book, if using one.
If conducting a shared reading with the entire class, make sure
the text is visible to all of your students.
Be sure to create a classroom climate that allows students to feel
secure enough to take risks.
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Tools to Use
(Parkes, 2000)

colored translucent highlighter tape
Wikki Stix
post-it notes of various sizes
correction tape
sliding masks
sentence strips
pocket charts
word cards
magnetic boards
a white board or chart
pointer
. magnetic letters
a plain pointer that does not interfere with the
view of the print
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How to conduct a shared reading session:
Parkes, 2000 suggests that it can be counterproductive to begin a shared reading with a
picture walk, "it takes away from the excitement as well as most of the children's
work."(p. 45) Discussing the cover information and the first few pages is enough to
introduce the book and hold students attention. Be sure to make connections between the
book and the prior knowledge and experiences of the children. This wlll help to begin the
students thinking about the book.

Whole Class or Large Groups
1. Select an engaging text that reflects the child's culture.
2.

Students may join in on an invitational basis. Encourage students by smiling and
nodding as they join in.

3. Introduce the book. Read the title, the author, and illustrator, and discuss the front
cover. This is a great opportunity to discuss front and back covers, book jacket and
table of contents. A pointer can be used to hold students' attention.
4. Invite students to make predictions about the story. Discuss how the title and the
illustrations on the cover give clues to what you are about to read.
S. It is especially important to value all contributions. The beginning discussions can be
used for encouraging oral language and listening to one another.
6. The teacher or expert reader does the first reading of the text. Students may attempt to
participate or they can follow the text with their eyes. Use a pointer to help students
track the print. You may also want to use colored highlighter tape or Wikki Stix, to
draw attention to words or phrases for students to read. As you read these selected
words or phrases, be sure to pronounce each word clearly and with expression.
7. The teacher then rereads the selection. Before rereading, word cards can be used to
discuss high frequency words or repeated phrases in the text. This can help students
be prepared to participate.
8. To promote one-to-one matching and sound-letter links, the teacher points to the
words as the text is read. Be sure to use a pointer that does not interfere with the view
of the print.
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9. Guided questioning can be done throughout the story. This will help to maintain
students' attention, involvement and participation. Use post-it notes as reminders for
questioning. Questions should be planned in advance of reading and written on post-it
notes for easy reference. If you are trying to use higher order questioning techniques
you can color code levels of questions by using different color of post-it notes for
different level of questions. You can tell visually if you are only asking
comprehension level questions or if you

are incorporating all levels of questions.

(knowledge, comprehension, application, analysis, synthesis)
10. Model the use of reading strategies. Place a whiteboard or chart paper within reach to
use during shared readings. A list can be made ofreading strategies used or a list of
questions the students have during the readings.
11. It is very important to offer appropriate wait time for children to form their responses.
It is also important to remember to value everyone's input. Input from students help
to increase their oral language skills.
12. After a shared reading place the book in an area where it is accessible to the students.
You can also use sentence strips to re-write the story and have students put the story
back in order in a pocket chart. This would work great at a reading center; provide a
pointer for students to use with their partner. You also can highlight key words and
phrases. Students can practice reading and making highlighted words with magnetic
letters on magnetic boards. Another variation would be to have students write phrases
from the story on paper with a marker or pen. The students then would be able to
change a word from a repeated pattern with using correction tape. The student would
then add a new word to make a new sentence. The newly formed sentences could be
shared with a small group or practiced with the whole group.
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Resources
The following is a list of resources available m the Harrah Elementary
school library. This list may be photocopied and given to your school
librarian. The resources are intended to be used to inform teachers about the
Native American culture, especially the Yakama Nation and the surrounding
area, as well as, to provide materials for use in the classroom.

Cochran, G.M. (1991). Indian portraits of the Pacific Northwest.(3'd ed.) Portland, OR:
Binford & Mort.
Deloria, V., Jr. (1977), Indians of the Pacific Northwest: From the coming of the white

man to the present day. Garden City, NY: Doubleday & Company.
Fiander, S. & Haggerty, F. (n.d). Lamtusin. Anchorage, AK: National Bilingual Materials
Development Center.
Keeper, B. (1989). The old ones told me: American Indian stories for children. Portland,
OR: Binford & Mort.
Lightning, S. (1999). Indians of the Pacific Northwest: A winter count of the Indian

Nations of Washington, Oregon, and California. (2°d Ed.) Browning, MT:
Western Textbook.
Martin, G.M., Schafer, P. & Scofield, W.E. (1985). Yakima: A centennial reflection

1885-1985. Yakima, WA: The Yakima Centennial Commission.
Schuster, H.H. (1990). The Yakima. (Porter, F.W., Eds.). New York: Chelsea House.
Wapato History Committee. (1978). Wapato history and heritage. Wapato, WA: Author.

**There are numerous legends available in the library.
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Ready to Use Books

The following books are included for
the convenience of the teacher and can
be retrieved at
http://www.nwrel.org/indianed/indianreading

"How Birds Learned to Fly"
. "Being Indian Is"
"Chipmunk Meets Old Witch (At-At-A'Ti)"
"A Little Boy's Big Moment"
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"How Birds Learned to Fly"
A Y akama Tale

C

Open Court Unit 6 Lesson 1
Objectives:
Students will:
*locate the title, name of author, and
name of illustrator
*answer questions about essential elements
of a text
*Identify attributes of story characters
*Identify attributes of story setting

This story can be enlarged to
use with a large group or
several copies can be made to
use with a small group.
B-1
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Please note: Content on this page was redacted due to copyright concerns.

THE INDIAN READING SERIES: Stories and Legends of the
Northwest is a collection of authentic material cooperatively developed by Indian people from twelve reservations. Development activities are guided by a Policy Board which represents the Indian
community of the Pacific Northwest. The Pacific Northwest Indian
Reading and Language Development Program Policy Board members are:
• Warren Clements - Warm Springs
Chairman
• Morrie Jimenez -Klamath
• Joan Kennerly- Blackfeet
• Walter Moffett - Nez Perce
• EmmettO!iver-Quinault
• Bob Parsley- Chippewa
• Lloyd Smith - Warm Springs
•Max Snow
• Jeanne Thomas - Yakima
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How Birds Learned to Fly
Level II Book 16
By members of the Yakima Reservation
Curriculum Development Committee
Dolores Buck
Tony Colwash
Florence Haggerty
Bernice Jim
Sam Jim
Lena Owens
Elmer Schuster
Leona Smartlowit
R. A. Swanson
Beverly 'Tollman
Jeanne Thomas
Written by Tony Col wash, Bernice Jim, Sam Jim
Illustrated by Beverly 'Tollman
Joseph Coburn, Director
Pacific Northwest Indian Program
Northwest Regional Educational Laboratory

Developed by the Pacific Northwest Indian Reading and Language Development Program
Northwest Regional Educational Laboratory; 710 Southwest Second Avenue, PorLland, Oregon 97204

Copyright© 1978 by The Fourteen Confederated Tribes from the Yakima Nation
All rights reserved.
The work upon which this publication is based was performed pursuant to Contract
No. 400·76·0048, with the Educational Equity Group/Multicultural/Bilingual Division
of the National Institute of Education. It does not, however, necessarily reflect the
views of that agency.
This publication is not printed at the expense of the Federal Government.
Published by Educational Systems, Inc., 2360 Southwest 170th Street, Beaverton, Oregon 97005
Printed and bound in the United States of America

Please note: The content of this book was removed due to copyright concerns.

"Being Indian Is"
A Story Written by the Warm Springs
Reservation Committee

C

Open Court Unit 6 Lesson 6-8
Objectives:
Students will:
*locate the title, name of author, and
name of illustrator
*connect their own life experiences
to the information and events in texts.
*introduced to the comprehension
strategies of Asking Questions and
Making Connections
*continue to develop print awareness by
focusing on directionality and sentences.

This story can be enlarged to
use with a large group.

C
B-2

......_.,.eing Indian Is
The Indian Readirig Seties
Level 'rlBook 19

THE INDIAN READING SERIES: Stories and Legends of the
Northwest is a collection of authentic material cooperatively developed by Indian people from twelve reservations. Development activities are guided by a Policy Board which represents the Indian
community of the Pacific Northwest. The Pacific Northwest Indian
Reading and Language Development Program Policy Board members are:

• Warren Clements - Warm Springs
Chairman
• Morrie Jimenez- Klamath
• Joan Kennerly - Blackfeet
• Walter Moffett-Nez Perce
• Emmett Oliver - Quinault
• Bob Parsley-Chippewa
• Lloyd Smith - Warm Springs
•Max Snow
•Jeanne Thomas-Yakima

IE0,]IJJ) THE INDIAN READING SERIES:
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Being Indian Is
Level II Book 19
By members of the Warm Springs
Reservation Committee
Carol Allison,Illustrator
Nita Curtis, Consultant
William Frank,lllustrator
Rena Greene
Verbena Greene, Coordinator
Viola Kalama
Stella McKinley
Debbie Smith, Illustrator
Ada Sooksoit
Felix Wallulatum
Wilson Wewa
Illustrated by Debbie Smith
Joseph Coburn, Director
Pacific Northwest Indian Program
Northwest Regional Educational Laboratory

Developed by the Pacific Northwest Indian Reading and Language Development Program
Northwest Regional Educational Laboratory, 710 Southwest Second Avenue, Portland, Oregon 97204

Copyright © 1978 by The Confederated Tribes of the Warm Springs Reservation of Oregon
All rights reserved.
The work upon which this publication is based was performed pursuant to Contract
No. 400w76·0048, with the Educational Equity Group/Multicultural/Bilingual Division
of the National Institute of Education. It does not, however, necessarily reflect the
views of that agency.
This publication is not printed at the expense·ofthe Federal Government.
Published by Educational Systems, Inc., 2360 Southwest 170th Street, Beaverton, Oregon 97005
Printed and bound in the United States of America

Please note: The content of this book was removed due to copyright concerns.

VERBENA GREENE
Verbena Greene, a member of the Confederated Tribes of
Wann Springs, Oregon, is the mother of eight children. She
attended Warm Springs Boarding School until the 11th
grade and later earned her G.E.D. She has served as Local
Coordinator for the Warm Springs Curriculum Development Committee and was the Tribal Education Program
Liaison for more than seven years. She presently is serving
as Culture Resource Person for the Tribes, providing classroom cultural instruction (legends, values, songs, etc.) on a
consultant basis to schools and community colleges. She
enjoys working with young people and is pleased that students are now forming culture clubs and holding powwows
in the school environment.

"Chipmunk Meets Old Witch (At-At-A'Tia)"
A Story Written by the Warm Springs
Reservation Committee

C

C

Open Court Unit 6 Lesson 6-8
Objectives:
Students will:
*locate the title, name of author, and
name of illustrator
*connect their own life experiences
to the information and events in texts.
*be introduced to the comprehension
strategies of Visualizing and Predicting
*continue to develop print awareness by
focusing on punctuation.

After introducing book to the
class, have an older student
record the story and place it in
the listening center.
B-3

Chipmunk ~teets Old \Vitch
(At-At -A"fia)
The Indian Reading Series
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Level I Book 12
By members of the Warm Springs
Reservation Committee
Carol Allison, Illustrator
Nita Curtis, Consultant
William Frank, Illustrator
Rena Greene,
Verbena Greene, Coordinator
Viola Kalama
Stella McKinley
Ada Sooksoit
Felix Wallulatum
Wilson Wewa
Illustrated by Carol Allison
Joseph Coburn, Director
Pacific Northwest Indian Program
Northwest Regional Educational Laboratory
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VERBENA GREENE
Verbena Greene, a member of the Confederated llibes of
Wann Springs, Oregon, is the mother of eioht nhildren. She
attended Warm Springs Boarding School until the 11th
grade and later earned her G.E.D. She has served as Local
Coordinator for the Wann Springs Curriculum Development Committee and was the 'fribal Education Program
Liaison for more than seven years. She presently is serving
as Culture Resource Person for the 'lnbes, providing classroom cultural instruction (legends, values, songs, etc.) on a
consultant basis to schools and community colleges. She
enjoys working with young people and is pleased that students are now forming culture clubs and holding powwows
in the school environment.

CAROL ALLISON
Carol Allison has been closely associated with the Warm
Springs Tribes for 16 years. She works in several different
media, including water colors, cloth painting (shawls,
skirts), and cartooning. In addition to writing and illustrat·
ing children's books, she has worked with Warm Springs
committees writing down tribal history and culture.

"A Little Boy's Big Moment"
A Story Developed
by the Blackfeet Indians
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Open Court Unit 6 Lesson 16-18
Objectives:
Students will:
*locate the title, name of author, and
name of illustrator
*connect their own life experiences
to the information and events in texts.
*be introduced to the comprehension
strategies of Asking Questions and
Making Connections
*draw conclusions based on information
in the story.
*continue to develop print awareness by
focusing on punctuation.

Make overhead transparenceis
of story to share with large
group.
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A Little Boy's Big Moment
Level I Book 18
Developed by the Blackfeet Indians
Written by Joan Kennerly, Carmen Marceau, Doris Old Person, June Tatsey
Illustrated by Melvin Thilfeathers
Joseph Coburn, Director
Pacific Northwest Indian Program
Northwest Regional Educational Laboratory

Developed by the Pacific Northwest Indian Reading and Language Development Program
Northwest Regional Educational Laboratory, 710 Southwest Second Avenue, Portland, Oregon 97204
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JOAN BULLSHOE KENNERLY
Mrs. Kennerly is a member of the Blackfeet Tribe and has
fifteen years of teaching experience in the Blackfeet and
Northern Cheyenne public school systems. She was the
first runnerup for the 1972 Montana Thacher of the Year.
She received her B.A. in education at Northern Montana
College and her M.A. in education at Arizona State University. She has served as an elementary school principal
and is presently teaching.

Mrs. Kennerly, Mrs. Tatsey1 Mr,. Marceau, and Mrs. Old
Person are the daughters 01 Lillian and Francis Bullsboe.
They were raised on a ranch near Badger Creek in the
Blackfeet Reservation countryside.

All four women had similar educational backgrounds. They
attended a one room rural school, the Blackfeet Indian
Boarding School, and all but Mn. Tatsey atrended Flan·
dreau Indian School in South Dalota. They all graduated
from Browning High School. At tl>.e present time, the four
women are teaching in the Blackffft Public School System
in Browning, Montana.

JUNE BULLSHOE TATSEY
Mrs. Tatsey is a Blackfeet Indian with twelve years experience in teaching grades one through eJght and
pre-school in the public school system on the Blackfeet

Reservation. She received her B.S. in education from

Northern Montana College and her M.E. in guidance and
counseling from the University of South Dakota and the
University of Montana. She is reading supervisor in
Browning on the Blackfeet Reservation.

CARMEN BULLSHOE MARCEAU
Mrs. Marceau is a Blackfeet Indian with thirteen years
teaching experience. She ~as had one year experience in
guidance and counseling on the Blackfeet Reservation.
She received her B.S. in education from Northern Montana College and her M.E. in guidance and counseling
from the University ofSouth Dakota and the University of
Montana. She is presently the principal of Vina Chattin
School in Browning, Montana.
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DORIS BULLSHOE OLD PERSON
Mrs. Old Person is a member of the Blackfeet iribe and haa
fourteen years experience teaching in the Blackfeet Public
School System. She has specialized in reading and has
been Head Start Director-Supervisor for ESEA Title I
and Director of the Native American Song and Dance
Program. She received her B.A. from Northern Montana
College and her M.A. in education from Arizona State
University. Her interests are in Indian culture and developing the talents oflndian children. She is the mother
of five children.
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MELVIN TAILFEATHERS
Mr. Tailfeathera is a self-taught artist who has lived on the

Blackfeet Reservation all hie life. His grandmother WBl!I a
Blackfeet medicine woman. Mr. Tailfeathers prefers to do
pen and ink sketches of Blackfeet Jife although he sometimes works with ceramic figurines.

CHAPTERV
SUMMARY, RECOMMENDATIONS, LIMITATIONS

Summa1y
Unfortunately, teachers are often given mandated curriculum by their district that
leaves little room to adapt to the specific needs of diverse learners. Although school
districts are trying to meet the needs of all of their students, they are failing to meet the
needs of their Native American population. Low performing schools are often required to
implement packaged reading programs. These programs do not meet the needs of all of
their students. Basal reading programs seldom contain enough culturally relevant
materials, that have been shown to benefit the Native American students. The benefits of
shared reading and culturally relevant material have been identified in Chapter Two, the
review of the literature.
Native American students in the author's district would benefit from integrating
shared reading strategies and culturally relevant material into the required Open Court
reading program. Shared reading fosters concept and language development by using rich
and authentic literary text that may be too advanced for beginning readers. The teacher is
able to model fluent reading along with the concepts of print. This specifically meets the
needs of Native American students who often enter school without the exposure to print
and standard language patterns. Shared reading also creates a safe environment for risk
taking allowing students to join with their peers and read along when they are ready. It is
important for teachers of Native American students to create a safe classroom
environment allowing students to work cooperatively with their peers.
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The project created offers suggestions on how to utilize shared reading strategies
in a kindergarten classroom. Culturally relevant books are integrated with Open Court
Unit 6 in an attempt to show how these materials can be incorporated throughout the
year. A list ofresources available in the school library is also included. The list is not
extensive but includes books on local Native Americans and the surrounding area.

Recommendations
Native American tribes differ in their cultural practices. Therefore, it is a
recommendation of the author for teachers of Native American students to get to know
the tribe of the children they are working with. Once they are aware of their cultural
practices, they can tailor their reading curriculum to include culturally relevant materials.
Shared reading selections can be based upon the practices of your students.
Due to the benefits of shared reading, the author recommends that students are
involved with a form of shared reading daily. Although packaged reading programs may
not include daily shared reading activities, it is the responsibility of the teacher to gather
relevant materials to supplement their curriculum.
With so many students entering school with little shared reading experiences, it is
important for teachers to make shared reading a special and fun occasion. The final
recommendation is for teachers to use shared as a time to engage their students with
interesting material while modeling the love of enjoyment of reading.

Limitations
A limitation of the research reviewed was the lack of a direct correlation between
shared reading and the Native American learner. The research did show that shared
reading is beneficial to all students. The benefits of shared reading mirror the
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recommendations made for teachers of Native American students. The learning
environment created by utilizing shared reading strategies also reflects the
recommendations of learning environments that should be created for the Native
American learner. However, direct studies supporting this were not found.

An additional limitation is that shared reading is only one piece of effective
reading instruction. The author chose to include only shared reading strategies and did
not include other pieces of a balanced approach. Shared reading is important in the
development of reading skills although there are other strategies that are necessary for
student success.
Further Research
The author believes further research is needed on specific reading instruction for
Native American students. Research specific to Native American learners and reading
curriculum needs to be conducted. Teachers who teach Native American students would
benefit from this research.
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